Drawing on the policy enactment theory, the present study assessed the enacted kindergarten (KG) 
Individual-93.0%), and the lowest percentage in PS (Knowing/Living with Others-39.3%) and PD (Spatial Awareness-42.1%). PS was positively correlated with PD, ES, and KECS. Inferential tests revealed gender differences for the PD subscale. Data indicated grade level differences in teaching LN and PD. These findings suggest that kindergarten teachers in this study continued to focus on academics (LN and ES), despite the emphasis of the KG curriculum being on the holistic development of the young child.

Introduction
The United Nations (UN) 2030 Agenda for Sustainable Development Goal 4, Target 4.2 (SDG) stipulates that by 2030, all children should have "access to early childhood education, care, and preprimary education so that they are ready for primary education" (UN, 2015:19) . The SDGs seek to build on the Millennium Development Goals (UN, 2013) and what they failed to achieve.
Educational change focusing on curriculum reforms has been documented in Sub-Saharan Africa (Bantwini, 2010 ; Ministry of Education [MOE] , 2012) and globally (Flores, 2005; Fullan, 2009 ).
However, many of such curriculum reforms in Sub-Saharan Africa have largely not achieved the intended goals due to their disconnectedness to the African socio-cultural contexts (Tabulawa, 2013 ).
The planned curriculum or intended (stated) curriculum is the expected content or officially approved curriculum (Gehrke, Knapp, & Sirotnik, 1992; Porter & Smithson, 2001) . It represents the body of knowledge, ideas, and processes the course designers intend for students to learn and experience in the classroom (Cuban, 1992; Gehrke et al., 1992; Remillard & Heck, 2014) . In contrast, the enacted curriculum is the content teachers implement in their classrooms (Porter & Smithson, 2001 )-it describes the collection of the experiences that students encounter in the classroom (Remillard & Heck, 2014; Stein, Remillard, & Smith, 2007) . Stein, Grover, and Henningsen (1996) asserted that teachers and students are active agents in curriculum implementation, a process that involves three types of tasks: the task from the curriculum materials, the task as the teacher presents it to the students, and the task as implemented and engaged with by the students (Stein et al., 1996) .
A third type of curriculum, the attained curriculum, refers to the content students actually learn during the course (Marzano, 2003) .
The enacted curriculum is the most important feature of any curriculum indicator system (Porter & Smithson, 2001; Raudenbush, 2008) , because it occurs daily giving children the opportunity to learn (Weisz, 2001) . The opportunity to learn, in turn, is a major predictor of student achievement (Hunsader & Thompson, 2014) . The enacted curriculum interacts with numerous aspects of the educational system, from curriculum guides, syllabi, textbooks, and teaching-learning (Cal & Thompson, 2014) . Thus, the intended curriculum rarely aligns with the enacted curriculum in K-12 classrooms (Stein et al., 2007) , because the emphasis teachers place on topics, time they allocate for topics and types of learning experiences, for example, impact students' opportunities to 88 AJOTE Vol. 8 (2019), learn (Hiebert & Grouws, 2007) . There must be harmony between curriculum as written and curriculum as practiced for effective learning to occur (Moore, 2000) .
The United Nations International Children's Emergency Fund ([UNICEF], 2012a ([UNICEF], , 2012b identified the following basic behaviors and abilities as key to school readiness: pre-literacy and numeracy, ability to follow directions, ability to focus on a learning activity for a given period, and socio-emotional development.Kindergarten education aims at the holistic development of the child. Thus, the physical, cognitive, social, and emotional developments are critical to school readiness (Head Start, 2018) .The holistic development of children prepares them for a successful transition to primary learning (UNICEF, 2012a; 2012b) . However, research indicates that teachers often neglect the physical (Burgeson, Wechsler, Brener, Young, &Spain, 2001; Sofo & Asola, 2015) and psychosocial (Kankam & Abroampa, 2016) domains of development for young children. Early childhood teachers need to be well-prepared to teach these two domains, in view of their invaluable contribution to the development and learning of children.
The Ghanaian kindergarten curriculum seeks to develop the physical domain through gross and fine motor skills, perceptual-motor skills, and sports and games (Ministry of Education, Science and Sports [MOESS], 2006) . Physical play through movement centers and outdoor play in early childhood contexts plays an important role in this regard. Not only does outdoor play, for example, benefit children's physical, cognitive, and social-emotional development (Bullard, 2012; Frost, Brown, Sutterby, & Thornton, 2004) , but it also serves as a pathway for children to interact, develop friendships, and release stress (Wells & Evans, 2003) . Physical inactivity leads to diseases such as childhood obesity and should be a major public health concern since obese children would likely be obese as adults (Martyniuk &Tucker, 2014) . Often, obese children are discriminated against due to their nutritional status. Consequently, they tend to develop low self-image that persists into adulthood (Dietz,1998) . Furthermore, early childhood educators lack movement-related teaching skills, and often use inappropriate practices in teaching movement (Burgeson et al., 2001 ).
Children's ability to self-regulate gives them a sense of self-control and successful peer relationships, helping them to get along with others (Onchwari & Keengwe, 2011) . Also, social competence helps children in negotiating the complex world of peers. To enhance children's psychosocial skills, parents and teachers need to provide opportunities for children to play with their peers (Mize & Abell, 1996) . The role of social competence in young children's school readiness and 89 AJOTE Vol. 8 (2019), 86-110 academic success is widely recognized; however, research supporting early childhood teachers in that regard are scarce (Fox, Hemmeter, Snyder, Binder, & Clarke, 2011) . Curriculum delivery is affected by factors such as teacher beliefs, knowledge, attitudes, competencies, space and facilities, time constraints, the role of school principal as an instructional leader, students' ability level and interests (Kruse & Roehrig, 2005; Roehrig, Kruse & Kern, 2007; Son & Senk, 2014) . Weiss et al. (2003) , for example, reported the most influence on teacher pedagogy among K-12 teachers were teachers' beliefs, knowledge, experiences and characteristics.
Not only do teacher beliefs affect what teachers select to teach, but also the way they teach (Capel & Blair, 2013) . Further, the school cultural context has a powerful influence on the actual teaching practices; new teachers come to understand the school culture through interactions with colleagues (Brouwer, & Korthagen, 2005; Christensen, 2013) .
Theoretical Framework
The alignment between the intended and enacted curriculum is necessary for effective learning outcomes to occur (Moore, 2000) . However, the intended curriculum rarely aligns with the enacted curriculum in K-12 classrooms (Stein et al., 2007) . Therefore, there is a need for harmony between the intended curriculum (the content), and the context or environment in which the implementation takes place (Chapman, Wright, & Pascoe, 2017) . Thus, the policy enactment theory (Ball, Maguire, & Braun, 2012) provides an appropriate theoretical framework for the present study. According to Ball et al. (2012) , four contextual variables impact schools' ability to implement the intended curriculum. The contextual dimensions included: situated contexts, professional cultures, material contexts, and external factors.
Situated contexts refer to the environment or the location and population in which the school is located. Context factors such as class size and social amenities, for example, affect the ability of teachers to enact the planned curriculum (Ball et al., 2012) . For example, opportunities for educational activities would be difficult to access in rural areas. Schools with access to social amenities such as electricity, internet, and health facilities would have easier access to educational resources than schools without these amenities.
Professional school cultures such as management style, and supervision of teachers (Brouck, 2008 ) availability of qualified teachers and resources impact the extent to which teachers implement the intended curriculum (Ball et al., 2012) . In addition, school leaders such as head teachers/headmasters influence teachers' enactment by shaping access to policy ideas, the interpretation of the intended curriculum, and creating conditions for professional development in schools (Coburn, 2005) .
Material contexts refer to such factors as personnel, and infrastructure available to the school (Ball et al., 2012) . The layout of the classroom space affects, for example, the availability of space for learning centers and playgrounds in the kindergarten environment. These, in turn, greatly impact the extent to which teachers implement the planned curriculum.
External factors are those factors that are outside the control of the teacher (Ball et al., 2012) .For example, teachers often are unable to complete overloaded teaching syllabi in the planned curriculum (Sabol, 2013) . In addition, expectations of parents and society to prepare children to be academically ready for primary school can influence the type of curriculum teachers implement in their kindergarten classrooms (Ball et al., 2012) . The intended Ghanaian kindergarten curriculum (MOESS, 2006) is an external document, and an understanding of the four contextual dimensions is crucial in its implementation in the classroom (Chapman, et al, 2017) .
Enacted curriculum research in Ghana
Studies on the kindergarten enacted curriculum in Ghana are scarce. Most studies were conducted in the primary, or high school or tertiary contexts. First, Mereku (1995) compared the official Ghanaian primary mathematics curriculum with the way it was implemented. Results indicated that coverage of textbooks influenced the emphasis placed on topics covered in the classroom. There was no significant difference in the content emphasized in the intended curriculum and the enacted curriculum. Similarly, delivery of content through whole-class teaching was evident in both the intended and enacted curricula (Mereku, 1995) .
Second, Boahin and Hofman (2012) investigated the effectiveness of competency-based training (CBT) implementation in Ghanaian polytechnics and industry. While the method of instruction in CBT must be learner-centered, the participating institutions overly relied on lecture notes and assignments, with lesson delivery was generally lecture-centered. In addition, the preparation of teaching and learning materials was the sole responsibility of the lecturers, with no input from students as required in a CBT program (Boahin & Hofman, 2012) .
In a third study, Kwarteng (2018) examined the quality of use of the accounting curriculum among high school teachers in Ghana. The quality of use was influenced by teachers' perceived relevance of the curriculum, level of difficulty of topics, availability of teaching aids, interest of the teacher, and availability of curriculum materials. In addition, the freedom or autonomy offered teachers to implement the curriculum shaped the enacted curriculum (Kwarteng, 2018) .
Fourth, Mereku and Mereku (2015) examined the congruence between the intended and implemented information and communication technology (ICT) curricula in six African countries including Ghana. The classroom practice revealed that only teachers who taught ICT as a subject used technology to a limited extent. In addition, teachers focused on students developing skills in operating ICT, rather than developing students' ICT literacy. Further, gaps existed between the intended and attained curricula and between implemented attained curricula (Mereku & Mereku, 2015) . showed that the FTTT improved student teachers' knowledge and implementation of the KG curriculum. In addition, FTTT teachers had higher levels of motivation and feelings of personal accomplishment than non-FTTT teachers. In contrast, FTTT teachers had lower levels of job satisfaction when they became full-time teachers. On a negative note, the improvements from the FTTT program did not translate into improved child learning or development outcomes one year after the student teachers became full-time teachers (Wolf, 2017) .
Finally, Wolf, Aber, Behrman, and Tsinigo (2018) implemented the Quality Preschool for Ghana (QP4G) project aimed at building capacity and improving the implementation of the Ghanaian KG curriculum. The QP4G resulted in improving student expression, emotional support and behavior management, but not facilitating deeper learning. In addition, teachers incorporated play-92 AJOTE Vol. 8 (2019), 86-110 based and child-centered strategies and appropriate classroom-management skills in their classrooms. Furthermore, the intervention resulted in reducing teacher burnout and improving children's school readiness (Wolf et al., 2018) . The preceding review revealed some level of incongruence between the intended and enacted curriculum in Ghana. Also, the review provided evidence that it is possible to impact KG teachers' knowledge, skills, and effectiveness in the classroom. More research on the extent to which KG teachers implement the intended kindergarten content (topics) in Ghanaian classrooms is necessary.
That is, more studies are needed to examine what topics or content teachers cover in their KG classrooms.
Purpose of the Study
Educational policymakers, textbook publishers, and teachers often focus on content coverage and learning activities without regard to educational goals. As Bouck (2008) pointed out, contextual, organizational, micropolitical and individual factors influence the enacted curriculum. Therefore, the purpose of the present study was to assess the enacted kindergarten curriculum in Ghana.
Specifically, it examined the extent to which teachers implemented the kindergarten intended curriculum in their classrooms. Providing students opportunities to learn specific topics in the curriculum are critical to student learning (Rowan, Camburn, & Correnti, 2004) . Gaining insight into the content teachers teach or neglect would allow educational administrators to work with teachers to provide a balanced curriculum in KG classrooms.
Research Questions
The present study was guided by three underpinning research questions: Overall, the sample included 17 untrained teachers, 4 with Post-Secondary Certificates, 70 with Diplomas, and 10 with Bachelor's Degrees. The breakdown for KGI teachers were Untrained (7), Post-Secondary Certificate (2), and Diploma (35). The KG2 teachers consisted of Untrained (10) 
Instrument
The authors developed the Kindergarten Enacted Curriculum Scale (KECS) for the study.
Participants provided demographic information on teaching experience, number of years teaching KG, grade level, gender, class size, and professional qualification. In addition, the KECS included 13 items (KG1) and 17 items (KG2) that assessed the extent to which participants taught content in four The present study, to the best of our knowledge, is the first attempt to investigate the content that served as Ghanaian kindergarten teachers' major focus. The major strength of the KECS was that it utilized content in the Ghanaian kindergarten intended curriculum. However, a major limitation of the methodology of the present study was that it did not assess the quality of the enacted curriculum.
Another limitation relates to the use of a self-report questionnaire. The study did not examine curriculum documents such as unit and lesson plans as evidence of the content teachers covered in their classrooms.
Data Collection and Analysis
The Human Subjects Committee at the first author's institution approved the study. In addition, written permission to conduct the study in the schools was obtained from the District Directorate of Education responsible for the schools involved in the study. Finally, the teachers provided written informed consent prior to completing the questionnaire. Participants were at the time of the study attending a one-day workshop organized by the District Directorate of Education during the third term of the academic year. Out of 120 kindergarten teachers in the school district, 101 (84.17%) agreed to participate in the study. The first author distributed the questionnaire to the teachers at the site for the workshop and collected the completed questionnaires the same day at the end of the workshop.
A major limitation of the use of purposive sampling for the study was that the sample was not representative of kindergarten teachers in Ghana. However, it was representative of kindergarten teachers in the district that served as the site for the study as the sample constituted 84.17% of the kindergarten teacher population in the district.
Descriptive and inferential data were computed for the entire scale and for each subscale.
First, the authors determined the frequencies and percentages of teachers for each item for major focus, minor focus, touched briefly, and not taught. The total number of responses for some items did not add up to 101 because some participants did not respond to all items on the questionnaire. Second, correlation matrices were computed for teaching experience, experience teaching KG class, 95 AJOTE Vol. 8 (2019), 86-110 each subscale, and KECS (overall scale). Third, Independent Samples t-Test analyses were conducted for gender, the four subscales, and KECS. Fourth, Independent Samples t-Test analyses were computed comparing each subscale and KECS for KG1 and KG2. Finally, a One-Way ANOVA was done for professional qualification, the subscales, and KECS.
Results
Content focus and the enacted curriculum
The first research question examined the content (topics) Ghanaian teachers focused on in the enacted kindergarten curriculum. Tables 1 shows data on the content teachers focused on in the enacted KG1 curriculum. The data indicate that the highest percentage of KG1 teachers had a major focus on Listening/Speaking (97.7%) and Pre-reading (95.5%), both in the LN subscale.
Alternatively, the lowest percentage of the teachers had as their major focus contents in PS (Getting Along with Others-25.0%; Self-Awareness/Responsibilities-34.1%). The PS and PD subscales were the most neglected by KG1 teachers. For example, 43.2% of the teachers did not teach or only briefly touched these contents (Self-Awareness-PS and Physical Exercise-PD). 
Correlation matrices
The second research questions investigated the correlates of the enacted kindergarten curriculum in Ghana. Table 3 shows correlation matrices for teaching experience, experience teaching kindergarten, class size, the subscales, and KECS. The matrix for KG1 indicated that class size had significant negative correlation with the PS, PD, and ES subscales. In addition, teaching experience and number of years teaching KG1 negatively correlated with PS. Furthermore, PS was positively correlated with PD, ES, and KECS.
The matrix for KG2 revealed that class size did not correlate with any of the subscales. Teaching experience positively correlated with PD. In addition, PS was positively correlated with PD, ES, and KECS. 
Gender and enacted curriculum
The first part of the third research questions determined to what extent gender affected the enacted kindergarten curriculum in Ghana. Table 4 presents data on gender, subscales, and KECS (Overall Scale) for both KG1 and KG2. There was a significant difference for PD (t= 2.86; p = .005). Male teachers had a higher mean score (2.40) than their female counterparts (1.82). Overall, male teachers were more likely than female teachers to have Physical Development as their major focus. The second part of the third of the research questions examined the extent to which grade affected the enacted kindergarten curriculum in Ghana. Table 5 presents data on the enacted curriculum for KG1 and KG2. The results showed significant grade level differences for LN, PD, and KECS.
Teachers in KG1 had a higher mean score (2.88) than KG2 (2.75) on LN. Conversely, KG2 teachers had higher mean scores on PD and KECS than those teaching KG1. There were no significant grade level differences for PS and ES. 
Professional qualification, subscales and KECS
The third part of the third research question examined the extent to which professional qualification affected the enacted kindergarten curriculum in Ghana. Table 6 shows data on professional qualification and enacted curriculum for both KG1 and KG2. There were significant differences between untrained teachers and those with diplomas on PS, ES, PD, and KECS for KG1. Untrained teachers had higher mean scores on the three subscales and KECS. Similarly, the untrained teachers had significantly higher mean scores than their counterparts with postsecondary certificates on PS and KECS. The mean scores for KGI teachers with the different professional qualifications on the LN subscale did not differ.
Data for KG2 revealed significant mean differences between untrained teachers and those with diplomas and bachelor's degrees on the PS subscale. The untrained teachers had higher mean scores on the PS subscale than their counterparts with diplomas or bachelor's degrees. In addition, the untrained teachers had a significant higher mean score than those with bachelor's 100 AJOTE Vol. 8 (2019), 86-110 degrees on the PD subscale. Mean scores for KG2 teachers on the LN and ES subscales and KECS for all categories of professional qualifications were similar. 
Discussion and Conclusions
Drawing on the policy enactment theory, the present study assessed the enacted kindergarten curriculum in Ghana. In this section, the authors discuss four major findings from the study. First, the kindergarten teachers in the study focused on academics (Literacy/Numeracy and Environmental Studies) to the neglect of Physical Development and Psychosocial Skills. This is consistent with MOE's (2012) report that the Ghanaian kindergarten curriculum in practice "focused on an academic approach, contrary to the child-centered approach recommended by the intended curriculum"(p. 20).
101 AJOTE Vol. 8 (2019), 86-110 Sofo and Asola (2015) reported a sample of Ghanaian kindergarten teachers identified the lack of teachers' guides and manuals as major barriers to teaching movement and physical activity. Another study reported that a sample of Ghanaian early childhood preservice teachers were not adequately prepared to teach psychosocial skills to young children (Kankam & Abroampa, 2016) .
Second, class size and teaching experience were negatively correlated with the Psychosocial Skills subscale for KG1. The kindergarten curriculum in Ghana requires that psychosocial skills be integrated across the curriculum. The large class sizes for the teachers in the present study could be a contributing factor for the inability to teach psychosocial skills across the curriculum. Providing activities or opportunities that would allow teachers to integrate psychosocial skills with large class sizes is time consuming. However, investing in the development of psychosocial skills would yield high returns in future educational and employment outcomes especially among disadvantaged young people (Heckman, Stixrud, & Urzua, 2006) . The role of psychosocial skills in children's learning and development cannot be overemphasized. The negative correlation between teaching experience and the teaching of psychosocial skills may reflect the way experienced teachers themselves were taught.
As MOE's (2012) report noted, their (experienced teachers) training was less relevant to kindergarten than to higher grade levels of education. In addition, the neglect of psychosocial skills could be attributed to cultural reasons. Ghana, like other Sub-Saharan countries, is a culturally communalistic society as against the individualistic Eurocentric formal education context in schools. Thus, parents view the home as a better setting for teaching psychosocial skills than the school. Rather, parents in Ghana value early education and consider the school's main role to be that of preparing children for academics (Bidwell & Watine, 2014; Kabay, Wolf, & Yoshikawa, 2017 ) that will provide opportunities for social mobility. The motivations of Ghanaians sending their children to school has changed very little since colonial times. As Foster (1965) succinctly put it, "Education, in practice, was valued for its cash return, and it remained virtually the only mode by which individuals could partially dissociate themselves from traditional society" (p. 64).
Third, male teachers were more likely than females to focus on Physical Development. The sport-oriented content related to physical development in the kindergarten curriculum may explain the likelihood of male teachers to focus on physical development (MOESS, 2006) . Culturally, boys in the Ghanaian society are more likely than girls to participate in sport-oriented experiences in school.
As Zeichner and Gore (1990) espoused, teacher candidates' early school experiences have stronger influences on their beliefs about teaching and learning than formal teacher education. Fourth, untrained teachers in KG1 were more likely than trained teachers with diplomas to implement the intended curriculum. Similarly, untrained KG2 teachers and trained teachers with bachelor's degrees differed on the implementations of the PS and PD subscales. Untrained teachers taught more topics than their professional counterparts perhaps, as Rovegno and Bandhauer (2017) noted, novice teachers think they must cover all topics in their lesson plan. Thus, they get through the materials in their lesson plans even if students do not respond appropriately. In contrast, experienced teachers would proceed to the next topic only if students respond appropriately to the preceding task or topic. The contradictory finding that untrained teachers in this study were more likely than trained teachers to implement the curriculum may be attributed to two plausible reasons. First, untrained teachers would be more concerned about job security than their trained counterparts and would more likely comply with the expectation to teach topics outlined in the curriculum, even if those topics do not align with their beliefs about what kindergarteners need to learn. Second, curriculum implementation is influenced by teachers' beliefs (Capel & Blair, 2013) and perceived relevance of the curriculum (Kwarteng, 2018) . Therefore, trained teachers would more likely than untrained teachers use their professional judgment to not teach topics (content) that they perceive to be inconsistent with their beliefs or less important to student development and learning.
The findings from the current study suggest three main conclusions. First, kindergarten teachers in this study showed characteristics that were like those observed in previous studies. For example, they focused on academics at the neglect of holistic development of the young child. The most neglected contents were psychosocial skills and physical development. Second, class size and teaching experience were negatively correlated with the Psychosocial Skills subscale for KG1. That is, veteran teachers in KG1 were less likely to view psychosocial skills as major focus of their teaching. Similarly, large class sizes served to inhibit the teaching of psychosocial skills in KG1.
Finally, untrained teachers were more likely than their trained colleagues to teach more topics in their classrooms
Implications for achieving congruence between the intended and enacted curriculum
The findings of the present study have four implications for policy, teacher education and practice in achieving congruence between the intended and enacted kindergarten curricula. First, many KG teachers' training are less relevant to KG than to higher grade levels (MOE, 2012) . Therefore, efforts should be made by preservice and in-service teachers to critically examine the KG curriculum. AJOTE Vol. 8 (2019), Second, teacher education programs need to consider preservice teachers' biography and help them to examine their beliefs and value orientations since early school experiences influence the development of one's perspectives to teaching and learning (Lortie, 1975 (Lortie, , 2012 Zeichner & Gore, 1990 ). For example, Zeichner and Gore (1990) asserted that what teacher candidates learn about teaching and learning as children in schools has a stronger influence on their beliefs about teaching than formal teacher education. This should continue with beginning teachers through relevant professional development which focuses on self-awareness and getting along with others. Some teachers observed that they had received no training in using the KG curriculum or the training they received was inadequate to support quality teaching and learning (MOE, 2102) . Third, there is the need for Colleges of Education and Universities to provide training in early childhood education to fill the huge gap in KG classrooms with teachers certified in early childhood certification. Often teachers without early childhood certification have limited understanding of young children and see themselves as "didactic instructors rather than facilitators of learning" because of the way they themselves were trained (MOE, 2012:21) . To bridge the gap between official content and content covered by participants in the present study, it is imperative that educators, policymakers, and curriculum planners stress the need and hold teachers accountable for the holistic education of young children. Finally, teacher induction for beginning teachers should be an integral part of the KG education. There is the tendency for experienced or veteran teachers to pressure beginning teachers to conform to the status quo, what Zeichner and Tabachnick (1981) referred to as the "washout effect."It is the period when the effect of the teacher education program diminishes due to school practices (Zeichner & Tabachnick, 1981) .
Future Research
The present study examined the enacted kindergarten curriculum in Ghana. It examined the content that KG teachers focused on in their classrooms-it did not assess the quality of the enacted curriculum. More research is needed to gain insight into the quality of the enacted curriculum, and to understand teachers' decisions regarding content coverage. First, future studies should include classroom observations that would examine pedagogical strategies teachers use in addition to the content taught. Second, the use of qualitative methodologies in future research is warranted.
Interviews, for example, would allow future researchers to understand why teachers choose to teach some topics but not others. Finally, replication of the study in other districts/municipalities/metropolitan school contexts in other regions of the country would allow
